Introduction
Entrepreneurship education provides students with relevant entrepreneurial experiences, competencies, ways of thinking, and ways to analyze the world (Fayolle 2013; Neck and Greene 2011) . Because entrepreneurship education focuses on raising entrepreneurial awareness, on developing a way of thinking (Fayolle, Gailly, and Lassas-Clerc 2006) , and on creating an entrepreneurial mindset (Krueger 2007) , it requires the adoption of educational approaches focusing on cognition. In contrast to the inherited and stable traits perspective, cognitive approaches focus on the individuals' potential to develop their cognitive mechanisms through significant experiences, which they transform into knowledge (Corbett 2005; Fayolle, Gailly, and Lassas-Clerc 2006; Pittaway and Cope 2007) . Additionally, several scholars (e.g., B echard and Gr egoire 2005) have proposed that entrepreneurship is best learned through experiential learning, since it modifies students' cognitive structures and ways of thinking, and results in the recognition of de facto opportunities (Corbett 2005) . Thus, entrepreneurship programs focusing on cognition and experiential learning-as a way to create an entrepreneurial mindset-are relevant to all study areas and individual interests across campuses (B echard and Gr egoire 2005; Neck and Greene 2011) .
Building on entrepreneurial cognition and entrepreneurship education literatures, we argue that entrepreneurship education goals (i.e., raising entrepreneurial awareness, developing students' entrepreneurial mindsets, and providing relevant entrepreneurial experiences with strong theoretical foundations that allow for knowledge transformation) are best achieved by developing educational programs that focus on (1) cognitive training (i.e., the development of participants' entrepreneurial mindsets) and (2) experiential learning methodologies (i.e., relevant entrepreneurial experiences that students transform into knowledge).
Focusing on cognitive mechanisms (such as prototypes) increases entrepreneurial awareness and results in effective opportunity recognition (Baron 2006) , which is the first stage and primary trigger of the entrepreneurial process (Baron and Shane 2008) . The literature on entrepreneurship education shows that specific domain experiences (such as contacting with case studies, entrepreneurs, and entrepreneurialrelated activities) are crucial to developing entrepreneurial awareness and mindsets (Krueger 2007; Politis 2005) . Focusing on experiential learning as an educational method helps to transform individuals' life experiences into knowledge. Such programs, which focus on entrepreneurial cognition and experiential learning, can enhance the ways in which students observe the world in an entrepreneurial way and can enable them to effectively recognize business opportunities (e.g., Anderson and Jack 2008; Bae et al. 2014; Baron 2006) . These programs and initiatives must be transversal, that is, they must have the potential to reach students across a campus, irrespective of their scientific background or study field.
Although entrepreneurship education programs can be widely relevant across campuses, they must consider individuals' different characteristics and affective predispositions toward entrepreneurship (Anderson and Jack 2008; Shinnar, Hsu, and Powell 2014) . Awareness of participants' different affective and motivational tendencies may result in different individual learning outcomes and depths of learning. While other studies have explored the relationship between training and opportunity recognition (e.g., DeTienne and Chandler 2004) , and affect is known to influence entrepreneurial cognition (Cardon et al. 2009) , there is little evidence about the roles of different affective predispositions toward entrepreneurship on learning in entrepreneurship education. Entrepreneurial passion is a positive predisposition toward entrepreneurship (Cardon et al. 2009 ), and has been receiving attention in the entrepreneurial affection literature. However, there is still insufficient understanding on the role of entrepreneurial passion in the development of cognitive structures and its influence on experiential learning.
We examine the efficacy of a cognitive training based on the principles of experiential learning (Cognitive Entrepreneurial Training in Opportunity Recognition) on the use and accuracy of the business opportunity prototype, a cognitive structure that is fundamental for opportunity recognition (Baron 2006; Baron and Ensley 2006) . Additionally, we take a step further, exploring the moderating role of entrepreneurial passion in entrepreneurial cognitive learning.
Our contribution goes beyond testing the causal relationship between training and opportunity recognition by means of a cognitive and experiential learning approach: we help to uncover the specific affective individual-level conditions under which entrepreneurship education is more effective. We investigate the training's effectiveness and the moderating role of entrepreneurial passion among students from different scientific study fields and colleges in two European universities, demonstrating the importance of entrepreneurship education across campus.
Entrepreneurial Cognition and Entrepreneurship Education: An Overview
The literature on entrepreneurial cognition and education on cognitive frameworks mainly focuses on the opportunity recognition stage (e.g., Corbett 2005) . Some scholars identify the learning process leading to opportunity recognition as an extremely relevant one to be studied in entrepreneurship education literature (e.g., Harrison and Leitch 2005) . Other scholars emphasize the cognitive mechanisms underlying opportunity recognition focusing on it as a way of thinking and critically analyzing relevant information, more than mere knowledge accumulation and acquisition (e.g., Baron and Ensley 2006) .
The cognitive perspective postulates that everything individuals do depends on mental processes. Information is categorized and analyzed within mental structures that individuals develop during their life experience (Baron 1998 (Baron , 2006 Palich and Bagby 1995; Rosch 1978) . Entrepreneurial cognition can thus be defined as "the knowledge structures that people use to make assessments, judgments or decisions involving opportunity evaluation and venture creation and growth" (Mitchell et al. 2002, p. 97) . It is crucial to consider cognitive frameworks to promote entrepreneurial awareness, since they guide individuals to be alert to specific information in an environment, toward opportunity recognition (Baron 2004 (Baron , 2006 . Further, as cognitive structures such as prototypes develop through individuals' significant and relevant experiences (Baron 2006; Barsalou 1983; Rosch 1978) , experiential learning can enable de facto learning on how to observe, categorize, and recognize event patterns in an environment (Corbett 2007; Politis 2005) . Thus, cognitive training, focusing on the cognitive mechanisms' development, such as prototypes, and adopting experiential learning methodologies results in effective opportunity recognition (Baron 2006; Corbett 2005) .
The cognitive perspective is crucial to the further development of entrepreneurship education, for four reasons. First, it does not rely on inheritance or stability principles (Baron 2006; Palich and Bagby 1995) . While traits theory, for instance, focuses on personality traits that are inherited, stable, and enduring over time (Cope 2005; Palich and Bagby 1995) , cognitive theory is based on the principle that individuals are able to develop their cognitive frameworks through significant experiences that they transform into knowledge. This transformation of experiences into knowledge is a learning process that is situated and contextualized in a given setting (e.g., Corbett 2007) .
Second, the cognitive approach on entrepreneurship advances the field by asking pertinent research questions, such as how do entrepreneurs think and perform certain activities (Mitchell et al. 2002) . The cognitive perspective describes entrepreneurs' mindsets, from which other current or potential entrepreneurs can learn.
Third, the cognitive perspective assigns agency to an entrepreneur in the entrepreneurial process. According to the cognitive perspective, the entrepreneur possesses mental frameworks that he or she develops through life experiences, and then uses these cognitive frameworks to make sense of the environments and contexts they are integrated in. Every individual has his or her own learning style (Dutta and Crossan 2005) , and learning outcomes are also influenced by other personal factors such as emotion and affect (Dutta and Crossan 2005) .
Last, the cognitive perspective is often useful to addressing how opportunities are identified. Opportunity recognition is the first stage of the entrepreneurial process (e.g., Baron and Shane 2008; Haynie et al. 2010; Shane 2012; Shepherd 2004) , and it is critical that individuals who are interested in becoming entrepreneurs are trained in opportunity recognition, even before other technical competencies are taught (for instance, writing or building business plans) (Corbett 2007; Kuratko 2005; Pittaway and Cope 2007) . However, opportunity recognition often depends on finding or seeing what others cannot see. Cognitive training, via developing one's cognitive frameworks toward effective opportunity recognition, is crucial to training potential entrepreneurs to develop an entrepreneurial mindset (Krueger 2007) .
Experiential Learning and Opportunity Recognition
Entrepreneurship education, as a discipline that seeks to raise awareness about entrepreneurship, must focus on key aspects in the entrepreneurial process, such as creativity, the ability to identify opportunities, developing an entrepreneurial mindset, and understanding how ideas are generated and evolve over time (Corbett 2005; Krueger 2003; Kuratko 2005) . Further, entrepreneurship education programs that rely only on management competencies (such as writing business plans) promote idea convergence rather than creative thinking and "thinking outside the box" (Honig 2004 ). These contents are more related to stability, consistency, and predictability, rather than the uncertainty and constant change typically associated with entrepreneurial activity (Cope 2005 ). We do not affirm that teaching management skills to potential entrepreneurs is inappropriate, since we agree that management competencies are crucial to entrepreneurial success (Man, Lau, and Chan 2002) . However, besides the spectrum of management competencies, entrepreneurs must perform unique activities that reflect other entrepreneurial competencies (Morris et al. 2013) . Thus, the development of entrepreneurial cognitive mechanisms is crucial to complement an effective entrepreneurship program, since these skills can help individuals to develop an entrepreneurial mindset (Krueger 2007) which is unique to entrepreneurship education.
We argue that promoting an entrepreneurial mindset focusing on opportunity identification and evaluation is crucial to entrepreneurship education. Entrepreneurship results from the combination of individuals and opportunities (Shane 2012; Shane and Venkataraman 2000) and the entrepreneurial process is triggered by opportunity identification (Baron and Shane 2008; Ramos-Rodr ıgues et al. 2011) . Although scholars have long debated on the ontology of opportunities-whether opportunities are discovered, created, or recognized (see Alvarez and Barney 2007; Ramoglou and Tsang 2016) , in this study we embrace opportunity recognition, which depends on pattern recognition and on the use of mental prototypes to identify an opportunity (Baron 2004; Baron and Ensley 2006) . We use two arguments to justify the pertinence of opportunity recognition in our study. First, opportunity recognition is strongly anchored in the idea that the individual-opportunity nexus is central to entrepreneurial activity. In this sense, both environmental and individual idiosyncrasies are central to the triggering of entrepreneurial activities (Shane 2003) . This argument is key, since we aim to promote entrepreneurial learning in the classroom about opportunity recognition by focusing on students' individual characteristics. Thus, we consider both objective information from the environment and an individual's characteristics to be crucial to opportunity identification. Second, the idea of opportunity recognition through pattern recognition assigns agency to the individual in opportunity identification, since pattern recognition can be learnt through training in cognitive structures such as prototypes (Baron 2004 (Baron , 2006 Baron and Ensley 2006) . Opportunity recognition requires voluntary, active, and endogenous agency from an individual, who has a central and active role in recognizing opportunities, based on his or her unique and subjective experiences and interpretation of available information. Although some elements of opportunities present in an environment (patterns) can be considered objective, individuals need to make sense of this information, using their mental prototypes and their idiosyncratic experiences, knowledge, feelings, and affective states. In this sense, focusing on opportunity recognition is central to our research.
Opportunity recognition strongly depends on an active and engaged analysis of an environment (Baron 2004 ) and on individuals' experiences and feelings. Thus, experimenting solutions to problems, learning by doing, critically reflecting on theories and engaging in real-life situations have stronger impacts on entrepreneurial learning and on the development of students' perceptions and entrepreneurial intentions (Liñ an, Santos, and Fern andez 2011; Pittaway and Cope 2007; Rasmussen and Sørheim 2006) . This type of approach on education is called experiential learning and it has its roots in the work of Kolb (Kolb 1984; Kolb and Kolb 2005) . According to Kolb (1984) , experiential learning consists in creating knowledge by transforming experience, according to four learning processes: experience (feeling), reflective observation (watching), abstract conceptualization (thinking), and active experimentation (doing). The variability between these processes depends on the ways individuals acquire and transform information, which results in four learning styles: divergent, assimilative, convergent, and accommodative learning. According to Corbett (2005) , experiential learning is key to opportunity recognition, since all learning styles have roles in the opportunity recognition process: convergent learning is important for inventorying stocks of knowledge and experience in a given area upon preparing to recognize a business opportunity; assimilative learning plays a role when reflecting on an idea and considering its different potentialities (i.e., during idea incubation); divergent learning is useful to evaluate ideas in a first stage when assessing their feasibility; and accommodative learning is crucial to execute an idea in terms of planning and the decision to pursue the idea and to exploit it (Corbett 2005) . Other scholars support the idea that experiential learning can impact students' abilities to engage in real-life opportunity recognition (e.g., Pittaway and Cope 2007; Rasmussen and Sørheim 2006) .
In our view, the combination of learning processes and the opportunity recognition process are deeply rooted in cognitive mechanisms. According to Baron (2006) , entrepreneurs "connect the dots" between seemingly unrelated events to identify patterns in an environment, which are recognized as opportunities. Further, pattern recognition becomes easier and more effective with experience, which helps individuals to develop their business opportunity prototype, leading to more effective opportunity recognition (Baron and Ensley 2006) . In this sense, we argue that experiential learning processes enable potential entrepreneurs to learn how to recognize opportunities, by developing their cognitive opportunity recognition framework, and by enhancing their entrepreneurship competencies through education (Morris et al. 2013) .
Several studies have examined opportunity identification training's roles in entrepreneurship education programs (e.g., Craig and Johnson 2006; DeTienne and Chandler 2004; Souitaris, Zerbinati, and Al-Laham 2007) . However, we still lack explanations on how the cognitive frameworks responsible for opportunity recognition, such as prototypes, are acquired and developed. In our view, this task must focus on experiential learning as a way to effectively develop the cognitive mechanisms responsible for opportunity recognition.
Developing the Business Opportunity Prototype through Experiential Learning: A Cognitive Training Approach Individual perception and interpretation of surroundings are important to developing opportunity recognition skills (DeTienne and Chandler 2004) . Drawing on opportunity recognition theory (Baron 2004 (Baron , 2006 Baron and Ensley 2006) and the principles of experiential learning (Corbett 2007; Kolb 1984) , we developed the educational program Cognitive Entrepreneurial Training in Opportunity Recognition (see Table 1 ). Since this training is a key element of our empirical study's design, we present exhaustive information about its contents in the methodology section.
Opportunity Recognition-Importance and Definition. Opportunity recognition has a crucial role in entrepreneurial activity. Awareness of opportunity recognition as the beginning of the entrepreneurial process is important, since potential entrepreneurs can be oriented to developing this competence as the starting point of their entrepreneurial activities. We define an entrepreneurial business opportunity as the "perceived means of generating economic value (i.e., profit) that previously has not been exploited and is not currently being exploited by others" (Baron 2006, p. 107) . This definition emphasizes the newness and innovative character of an entrepreneurial opportunity. It also refers to a service or product with the ability to generate profit and that is desired by potential customers (Baron 2006 ). Although we are aware of other definitions of opportunities in the literature, this one allows for an objective identification of the primary characteristics of an opportunity.
Connecting the Dots to Recognize a Business Opportunity. Based on general cognition research and cognitive frameworks in particular, Baron (2004 Baron ( , 2006 introduced the connecting the dots perspective as a way to recognize opportunity patterns. Baron suggests that individuals identify business opportunities by perceiving connections between apparently unrelated events or trends-for instance, changes in technology, demographics, markets, or government policies-as a meaningful pattern that can be recognized as an opportunity. To be recognized as an opportunity, this pattern must undergo a categorization process, that is, a pattern of seemingly unrelated events must be analyzed according to the cognitive opportunity prototype and if there is a fit, such event will be recognized as an opportunity. The idea that opportunities arise from changes in an environment (Baron 2006; Gr egoire, Barr, and Shepherd 2010) underlines the importance of acquiring information and knowledge in the opportunity recognition process. Only by having a good overview of what surrounds them, can individuals think critically about these events, and can they recognize in them an innovative, new, and desirable opportunity that is not yet in use.
The Cognitive Evaluation of Opportunities: The Business Opportunity Prototype. Prototypical categorization is a cognitive process that suggests that concepts are expressed through the most salient or representative features involved in an underlying structure, namely a group of features that indicate membership in a category (Baron 2006; Gr egoire, Barr, and Shepherd 2010) . Prototypes are abstract mental representations of the most common salient features combined in an object that represents a category. Baron and Ensley (2006) demonstrated that entrepreneurs develop a business opportunity prototype that allows them to recognize opportunities (Baron and Ensley 2006) . The process involves comparing ideas for new products or services with their business opportunity prototype (i.e., their abstract mental representation of an opportunity). If there is a fit, the entrepreneur will recognize and categorize the information as Analysis of real cases to identify opportunities and false opportunities. Baron (2004 Baron ( , 2006 Abstract conceptualization
Connecting the dots to recognize a business opportunity Participants individually list relevant technological, social, political, and economic changes in their life time. Participants agree on a common list of changes as a framework for the whole group (class). Participants are asked to connect various changes to come up with a business opportunity that is new, has potential economic value, and is desirable. Baron (2004 Baron ( , 2006 Concrete experience Active experimentation
Opportunity cognitive evaluation-the business opportunity prototype The business opportunities are pitched to the whole group.
The participants evaluate each other's business opportunities according to the dimensions of the business opportunity proto- In this exercise, participants are not aware that these are prototypical dimensions of the business opportunity. They are required to use them to their best understanding of their meanings. This is a measure to control the experimental design's internal validity.
b
This task was not directly related to the training in opportunity recognition. It was included as a distractive task to avoid collecting data from the post-test immediately after the training. a business opportunity (Baron 2004 ). Baron and Ensley (2006) identified the 10 dimensions (i.e., the most salient features) of the business opportunity prototype for both experienced and novice entrepreneurs. The first five dimensions describe the business opportunity upon recognition: solves customers' problems, generates positive net cash-flow, manageable risk, superior product, and ability to change the industry. The other five dimensions relate to the feasibility of business development: overall financial model, advice from experts, unique product, big potential market, and intuition. We focus on three prototypical dimensions of business opportunity recognition: solves customers' problems, generates cash-flow, and manageable risk. We selected these dimensions, since they are crucial in the early stages of entrepreneurial experience. Santos et al. (2015) provided empirical evidence that these three dimensions are associated with meaning similarity and that they refer to a business opportunity's viability. These three dimensions diverge from the remaining two (superior product and ability to change the industry), which refer to a business opportunity's distinctiveness compared to other opportunities and require greater prior knowledge to be assessed. As Santos and colleagues (2015) demonstrate, in the early stages of entrepreneurial experience, a business opportunity's viability (i.e., the opportunity's characteristics related to solving customers' problems, generating cash-flow, and manageable risk) is more intuitively accessible than the dimensions referring to an opportunity's distinctiveness. Further, in their seminal study, Baron and Ensley (2006) found that experienced entrepreneurs' prototypes are better defined and richer in content than those of novice entrepreneurs; this finding stresses the importance of experience and learning on prototype development.
According to Corbett (2005) , one's ability to recognize opportunities can be enhanced by experiential learning approaches. In addition, since opportunity recognition depends on cognitive structures, having relevant experiences is necessary to develop them. The program Cognitive Entrepreneurial Training in Opportunity Recognition includes activities that stimulate the various experiential learning processes and seeks to develop participants' abilities to recognize opportunities, by focusing on the development of their entrepreneurial mindsets. Because the development of an entrepreneurial mindset occurs at the cognitive level, it is appropriate to analyze how participants develop their cognitive structures responsible for opportunity recognition at a basic level of perception. Prototypes are basic perception mechanisms that can be learned and are therefore indicative of an individual's opportunity recognition accuracy and effectiveness. Since prototypes develop throughout individuals' life experiences, this development continues after the initial training. Enabling students to have relevant and structured entrepreneurial experiences creates the conditions for them to develop their entrepreneurial cognitive structures, such as prototypes. Following this reasoning, we hypothesize that the university students who participate in Cognitive Entrepreneurial Training in Opportunity Recognition will be able to analyze a business opportunity's viability after the training more accurately:
H1: After training, participants in Cognitive
Entrepreneurial Training in Opportunity Recognition demonstrate significantly more accuracy in recognizing the viability dimensions of the business opportunity prototype than before the training. , we consider that structured educational strategies can result in the sustainable development of an entrepreneurial mindset over time, which is crucial for opportunity recognition and entrepreneurial success. These entrepreneurship education strategies must also focus on the transversal potential that entrepreneurship has to reach all students across campus. Groves, Vance, and Choi (2011) provide evidence that entrepreneurs balance linear and nonlinear cognitive processes, a strategy mostly associated with formal education. Thus, in the case of university students without entrepreneurial experience, such structured training might be relevant to develop the business opportunity prototype at an initial stage, more than mere attendance of a higher education institution. We expect that the university students who participate in Cognitive Entrepreneurial Training in Opportunity Recognition will be able to develop their cognitive abilities to recognize business opportunities better than university students without this training. In other words, participants will be able to identify the characteristics of a business opportunity related to its viability more accurately than non-participants.
H2: After training, participants in Cognitive
Entrepreneurial Training in Opportunity Recognition demonstrate significantly more accuracy in recognizing the viability dimensions of the business opportunity prototype than in the control group.
The Importance of Entrepreneurial Passion in Cognitive Training
The way individuals feel and the moods they experience strongly influence several aspects of entrepreneurial cognition and behavior (Baron 2008 (Baron , 2015 Hayton and Cholakova 2012) . Among the scope of positive and negative affective states that were found to be relevant in the entrepreneurship process (e.g., Chan and Park 2013), entrepreneurial passion has been increasingly attracting scholars' attention as a specific entrepreneurial affective state (Cardon et al. 2009 ). Entrepreneurial passion has been defined as a conscious, intense, and accessible positive feeling that results from engaging in typical entrepreneurial activities that are central to an individual's identity (Cardon et al. 2009 ). Entrepreneurial passion is not a personality trait, but an affective internal state that individuals experience when thinking about or engaging in activities that are typically related to entrepreneurship (Cardon et al. 2009 ). These activities include inventing new solutions and opportunities, founding a business, and developing a business (Cardon et al. 2009 Murnieks, Mosakowski, and Cardon 2014) . In other words, entrepreneurial passion consists of deep and consciously accessible positive feelings that are central to an individual's identity. The combination of these two aspects (intense positive feelings and identity centrality) result in enduring affective experiences that tend to last longer than emotional episodes. Thus, entrepreneurial passion is theoretically defined and measured along these two dimensions: intense positive feelings and identity centrality, which are expressed in three role identities: inventing, founding, and developing . Thus, to experience entrepreneurial passion means to experience intense positive feelings while performing typically entrepreneurial tasks that are central to the entrepreneur's identity .
Subsquent research has proposed that entrepreneurial passion is an antecedent of entrepreneurial intentions (Biraglia and Kadile 2016) , an outcome of entrepreneurial effort (Gielnik et al. 2015) , is transferable from the entrepreneur to employees (Cardon 2008) , influences angel investing (Mitteness, Sudek, and Cardon 2012) , mediates the relationship between self-efficacy and persistence (Cardon and Kirk 2015) , and can influence entrepreneurial cognition (Cardon et al. 2009 ). Although the influences of affective states in general and entrepreneurial passion in particular on entrepreneurial cognition have been recognized in the literature, there is little evidence of their roles in entrepreneurial learning.
Entrepreneurial passion is an internal factor that influences learning since it drives behavior (e.g., Vallerand et al. 2007 ). This means that one cannot be trained in entrepreneurial passion (in contrast to cognitive skills). Individual affective dispositions and internal states strongly impact on cognitive processes (e.g., Baron 2008 Baron , 2015 and can promote or hinder information processing, categorization, and learning processes. Accordingly, it is pertinent to examine whether entrepreneurial passion moderates the relationship between cognitive entrepreneurial training and business opportunity recognition accuracy (see Figure 1) .
We assume that entrepreneurial passion has an important role in the opportunity recognition learning process, which requires attention, pattern recognition, and creative problem solving (Cardon et al. 2009 ). Specifically, we predict that entrepreneurial passion will moderate the relation between the cognitive entrepreneurial training and business opportunity recognition
Figure 1 Model in Analysis in the Present
Study accuracy, such that the relationship will be stronger for participants with high entrepreneurial passion, including both intense positive feelings and identity centrality. This prediction reflects the fact that entrepreneurial passion will boost the learning process for individuals with high entrepreneurial passion levels, owing to their intense positive feelings toward entrepreneurial roles and to the centrality of entrepreneurship to their identity. Entrepreneurial passion is experienced consciously, promotes engagement with different roles toward entrepreneurship, and is central to the individual's identity (Cardon et al. 2009 ). These features of entrepreneurial passion are positive triggers to enhance the learning process. Thus, we focus on explaining how entrepreneurial passion influences the magnitude of the effect of cognitive training in entrepreneurial learning, specifically on opportunity viability recognition (Aguinis, Edwards, and Bradley 2016) . In other words, we expect that individuals with high entrepreneurial passion can benefit even more from attending the training than those with lower entrepreneurial passion, and will achieve a more accurate business opportunity cognitive framework. Thus, we hypothesize:
H3: Entrepreneurial passion moderates the relationship between participating in Cognitive Entrepreneurial Training in Opportunity Recognition and the business opportunity prototype's viability accuracy, such that the training's effect is stronger for participants with high entrepreneurial passion than for those with low entrepreneurial passion.
Methodology

Study Design
We conducted a quasi-experimental design with a pre-test and a post-test with an experimental and a control groups. Participants in the experimental group took the pre-test questionnaire before the training and the post-test after the training. In the control group, the pre-test and post-test were administered with a threeweek interval between them, at both universities. We will now describe the program Cognitive Entrepreneurial Training in Opportunity Recognition-the treatment of this quasiexperimental design study-in detail. Because the course participants (experimental group) assigned themselves to participate in the training, the groups are not naturally randomized, and our design falls in the category of a quasi-experimental study (Shadish, Cook, and Campbell 2002) .
Cognitive Entrepreneurial Training in Opportunity Recognition: Content and Procedure
Participants in the experimental group enrolled in Cognitive Entrepreneurial Training in Opportunity Recognition, a program developed specifically for this study and delivered in two European universities-one in Portugal and one in Germany. The training contents and activities were exactly the same across countries and sessions. In the Portuguese university, the course was administered in Portuguese, while in Germany, the course was in English. Most classes were administered by the same instructor, both in Portugal and Germany.
The program combines content based on entrepreneurial cognition theory and empirical research on opportunity recognition (Baron 2004 (Baron , 2006 Baron and Ensley 2006; Baron and Shane 2008; Shane and Venkataraman 2000) . Such content was translated into classroom activities using experiential learning principles (Corbett 2007; Kolb 1984) . The training focused on the importance of opportunity recognition as the first stage of the entrepreneurial process (Baron and Shane 2008; Shane and Venkataraman 2000) . The program's main goal was to inform participants in a uniform way about the entrepreneurial process, what entrepreneurial business opportunities are, and how to actively recognize business opportunities using information from an environment.
During the first part of the training, participants engaged in a group discussion about real entrepreneurial cases and identified the different stages of the entrepreneurial process in the cases. The analyses of the cases and subsequent discussion were triggered by reflective observation and concrete experience, allowing participants to realize both the nonlinearity of the entrepreneurial process and the importance of opportunity recognition to trigger the process.
The second part of the training focused on defining an entrepreneurial business opportunity. Participants reflected on what makes an opportunity an entrepreneurial one, guided by the definition of opportunity suggested by Baron (2006) : "perceived means of generating economic value (i.e., profit) that previously has not been exploited and is not currently being exploited by others" (p. 107). After reflecting in groups on what the main characteristics of an entrepreneurial business opportunity are via abstract conceptualization, participants analyzed different examples of business opportunities and classified them into opportunities or false opportunities (i.e., opportunities that were new, desirable, and had the potential to generate profit versus opportunities that eventually failed because they did not fulfill one or more of these characteristics).
The third task in the training involved a connect the dots exercise, a cognitive technique used by entrepreneurs to recognize opportunities (Baron 2004 (Baron , 2006 . Participants were asked to individually list all the recent technological, social, political, and economic changes they could think of. To get consensus in the group about this list of changes, a class debate followed, to consensually build a list of changes. This exercise used participants' concrete experience by exploring their knowledge about the changes in the surrounding environment. Using active experimentation, participants were then asked to make connections between changes from each domain (technological, social, economic, and political) and to come up with a business opportunity along the agreed upon criteria: newness, potential economic value, and desirability. After connecting the dots between these changes, every participant had to describe their business opportunity.
The next task involved participants pitching their business idea to the whole class. Participants were asked to rate each other's business opportunities (on a five-point scale) using the dimensions of the business opportunity viability prototype (Baron and Ensley 2006) as criteria: to what extent does it solve customers' problems, its ability to generate net cash-flow, and its extent of manageable risk. Through this exercise, participants re-created the mental framework used by entrepreneurs to evaluate a business opportunity's viability, upon recognition. Thus, the learning processes in this task were active experimentation, concrete experience, and abstract conceptualization. Participants also developed their cognitive abilities to preliminarily assess business opportunities' viability upon recognition by using the business opportunity prototype's criteria. The training included a final task (the distractive task), which focused on entrepreneurial competencies (Athayde 2009; Man, Lau, and Chan 2002; Morris et al. 2013) , to prevent participants from immediately answering the post-test questionnaire. Participants analyzed speeches from well-known entrepreneurs and their experiences and to reflect on their own entrepreneurial competencies by comparison, using reflective observation and abstract conceptualization. Table 1 describes the course content, experimental tasks, and the links between content about opportunity recognition from an entrepreneurial cognition perspective and the principles or experiential learning used in the course.
We found no significant cross-country differences in the opportunity recognition training's impacts (t (179) 5 1.80; p > .05), suggesting that different training languages did not affect the results. Portugal and Germany are considered innovation economies by the Global Entrepreneurship Monitor (e.g., Kelley, Peters, and O'Connor 2009) and share the same values within a broader European culture (House, Javidan, and Dorfman 2001; Javidan et al. 2006) . Prototypes find overwhelming agreement among individuals within the same culture (Mitchell et al. 2000; Rosch 1978 ). Thus, since the two countries share cultural values and the same conditions for entrepreneurship promotion, they were appropriate to test our hypotheses without undermining our study's external validity. Figure 2 describes the study design's task flow and the variables observed at each data collection point.
Participants
Students from two universities in Portugal and Germany participated in this study. The training was widely advertised to all students across both campuses, which resulted in a varied sample representative of mostly all the study fields in each university. From a total of 326 participating university students from the two universities in the two countries, 200 participated in the program Cognitive Entrepreneurial Training in Opportunity Recognition, while 126 participated in a control group. For several reasons (e.g., dropout between pre-test and post-test, entrepreneurial experience as background, and/or incorrect survey completion), we were able to analyze the answers from 181 participants of the experimental group and 102 answers from the control group, with a final total sample of 283 participants. In accordance with our aim to reach students across each campus, the students' study fields were diverse, covering the main general study areas: Social Sciences and Humanities (39.2 percent), Economics, Management, and Technology (56.5 percent), Health, Architecture, and Philosophy (2.8 percent). Students were on average 21 years old, 55 percent were female and most were attending an undergraduate program (85.2 percent) while 14.9 percent were attending a graduating program (master or Ph.D.). On average, each participant reported to have had at least one business idea, but they did not have experience in setting up a business. Registration in Cognitive Entrepreneurial Training in Opportunity Recognition was voluntary, and attendants would receive two credits for their participation. Participation in the study for both experimental and control groups was voluntary. Table 2 describes both groups in terms of age, gender, education, educational scientific field, and country.
Measures
We subjected all course materials and questionnaires to rigorous translation and backtranslation process. The questionnaires for data collection (both on the pre-test and post-test) were in Portuguese and German.
Business Opportunity Recognition. To assess the usage accuracy of the business opportunity prototype, we used a scenario in which a business opportunity could be identified, similar to other entrepreneurship studies that have also used scenarios to assess entrepreneurs' cognitive opportunity recognition mechanisms (e.g., Gr egoire, Barr, and Shepherd 2010). To avoid learning effects attributable to the instrument, we used two different scenarios in the pre-test and the post-test. For the pre-test, we used a scenario previously validated in the literature (Costa et al. 2016) , based on authentic events describing a setting convenient for the recognition of a business opportunity. The scenario suggested the creation of a low-cost airline company based on the history of a de facto low-cost airline (Rae 2007) . For the post-test, we used a scenario based on a real business idea presented at a venture competition (Duarte and Casimiro 2010), which described a situation favorable to the production and installation of piezo-electric devices in shopping centers as a way to produce energy. The scenarios 1 were constructed to be equivalent regarding the prototype's viability dimensions (see Appendix 1, with the pre-test and post-test scenarios in English). To test the equivalence of the scenarios in terms of its prototypical features on viability, we included three questions about solving customers' problems, generating cash-flow, and manageable risk. We found no differences between the pre-test and the post-test (t (282) 5 1.13; p > .05), providing evidence that both scenarios are equivalent in terms of viability manipulation.
Figure 2 Experimental Setting
The scenarios did not explicitly state which business opportunity was to be identified in them, but provided information in a connectingthe-dots perspective (Baron 2006) , allowing participants to recognize the business opportunities in them by linking the information we presented. Immediately after reading the scenario, participants were asked to briefly reproduce the presented business opportunity in their own words. This was a control question, to guarantee that participants had understood the business opportunities presented in the scenarios in both the pre-test and the post-test.
To operationalize the prototypical dimensions of the business opportunity's viability in the scenarios, each story contained information based on the dimensions of the business opportunity prototype, as defined by Baron and Ensley (2006 Viability Dimensions of the Business Opportunity Prototype. After reading the scenario and describing the business opportunity in their own words, participants were asked to characterize the business opportunity according to the prototype's viability dimensions. Participants performed this task by completing a 13-item scale adapted from Baron and Ensley's (2006) original items by Costa and colleagues (2016) that describe the three prototypical dimensions of the business opportunity's viability. Participants were asked "In your opinion, are the following items characteristics of the business opportunity you identified?" on a five-point scale (ranging from 1 5 not at all to 5 5 very much). The prototypical dimension solves customers' problems was measured along five items, such as customers want it and meets customers' needs. The positive net cash-flow dimension was measured along four items, including generates much cash and generates cash quickly. The manageable risk dimension was measured along four items, including customers accept it and involves technology changes.
Since the prototypical dimensions of the business opportunity were objectively present in the scenario, we expected that, after the training, the experimental group would more accurately identify business opportunity viability (H1). In this sense, more accurate means scoring higher on the scale referring to the prototype's viability dimensions. Since the scenarios were equivalent and the characteristics were objectively present, we expected the training to enable participants to be more capable of recognizing more prototypical dimensions of business opportunity than in the pre-test. Following this reasoning, testing H1, we expect that, after the training, participants will display higher scores on the composite measures for the business opportunity viability dimensions: solves customers' problems (SCP), generates positive net cash-flow (PNC), and manageable risk (MR). We also expected that the experimental group will score significantly higher than the control group in these dimensions after the training (H2).
Entrepreneurial Passion. To measure entrepreneurial passion, we used a 13-item scale developed by Cardon and colleagues (2012) during the pre-test (i.e., before training for the experimental group and before the session with the control group). Thus, it suits entrepreneurs and students who are regarded as potential entrepreneurs.
Entrepreneurial passion has two dimensions: intense positive feelings (10 items, e.g., "Owning my own company energizes me") and identity centrality (three items, e.g., "Inventing new solutions to problems is an important part of who I am"). We asked participants to indicate the extent to which they agree with each statement on a five-point Likert scale (1 5 strongly disagree to 5 5 strongly agree). As recommended by Cardon and colleagues (2012), we created two scores: one for intense positive feelings and one for identity centrality.
According to Cardon and colleagues (2012) , passion is an internal state that, in contrast to cognitive skills, cannot be instilled by training or manipulated, but it is an internal factor that can influence learning. Thus, no manipulation on the moderator variable (entrepreneurial passion) was performed, similar to other studies using individual-level variables and internal states as moderators (e.g., Colquitt et al. 2002) . To analyze the moderation effect of entrepreneurial passion in the learning process, we differentiated between participants with high and low entrepreneurial passion levels. We explain this procedure in the results section. Cardon and colleagues (2012) indicate that entrepreneurial passion is an endurable phenomenon that lasts for months or even years. This means that it is more endurable than temporary emotions and remains stable over time. Thus, we assessed entrepreneurial passion once before the training. Owing to constraints related to the amount of data we were allowed to collect in the two universities, the entrepreneurial passion items were collected only with German participants. Thus, the sample size to test H3 was 85 participants.
Results
The Effect of Cognitive Entrepreneurial Training in Opportunity Recognition on the Use of the Business Opportunity Prototype Dimensions
We observed the correlation between the scores on the pre-test and post-test for the three viability dimensions of the business opportunity prototype. We concluded that each pair of scores was positively and significantly correlated in the experimental group (r pre-test SCP3post-test SCP 5 0.24; p < .05; r pre-test PNC3post-test PNC 5 0.16; p < .05; r pre-test MR3post-test MR 5 0.19; p < .05). Further, Chronbach's alpha reliability measures were above 0.70 for all subscales of prototypical viability both in the pre-test and post-test, except for manageable risk (Cronbach's alphas reliability measures ranged between 0.25 and 0.54 for both experimental and control groups in the pre-test and post-test). Since the dimension manageable risk showed poor reliability, we excluded it from further analysis.
To test H1 we performed a paired-samples ttest to determine whether the training had an effect on the average number of prototypical dimensions of viability identified in the business opportunity. This procedure is analogous to that used by DeTienne and Chandler (2004) to analyze the effect of training in opportunity recognition. We observed in the post-test that the experimental group characterized the business opportunity much more accurately according to the general measure of the business opportunity's viability (t (180) 5 2.68; p < .05). An analysis of the dimensions of prototypical viability (see Table  3 ) showed that, after the training, participants on average recognized significantly more characteristics of the business opportunity related to solving customers' problems (t (180) 5 2.95; p < .05) and positive net cash-flow (t (180) 5 2.63; p < .01). The results support H1, showing that the experimental group displayed a more accurate business opportunity prototypical viability after the training.
To test H2 we used an independent samples t-test to check whether the experimental group described the business opportunity's viability more accurately than the control group. We concluded that, in the pre-test, there were no differences between the two groups in recognizing the two dimensions of business opportunity viability. In the post-test, the experimental group scored significantly higher and characterized the business opportunity more accurately than the control group on the dimensions solves customers' problems (t (281) 5 3.21; p < .05) and positive net cash-flow (t (281) 5 3.60; p < .01). These results fully support H2, showing that, after the training, the experimental group displayed a more accurate business opportunity prototype than the control group.
The Moderating Effect of Entrepreneurial Passion on the Efficacy of Cognitive Entrepreneurial Training in Opportunity Recognition
We started by analyzing the scores on the two dimensions of entrepreneurial passion in the experimental and the control groups. The reliability measures show an adequate fit, with all subscales evidencing Cronbach's alphas above 0.70. Further, we found no differences between the experimental and control groups regarding intense positive feelings and identity centrality subscales (IPF inventing t (83) These results show that there were no differences between the two groups regarding their score on entrepreneurial passion in the pre-test. This is important, since the groups were not truly randomly assigned. It could be the case that the students enrolled in the training would demonstrate significantly higher entrepreneurial passion levels simply for being interested in the entrepreneurship topic. Since this was not the case, we can assume that the changes in the business opportunity prototype are a result of the training and explore entrepreneurial passion's moderating role.
To test H3 we conducted a hierarchical regression analysis and tested a three-way interaction effect. We re-coded the variable representing training into a dummy variable, where 1 referred to the presence of training (experimental group) and 0 to its absence (control group). The two dimensions of entrepreneurial passion (moderators) were centered so as to avoid multicollinearity problems.
In regression Model I, we included gender, age, and number of business opportunities previously identified as control variables. None of these variables were a significant predictor of the accurate identification of the business opportunity prototypical characteristics of viability.
In Model II, we added the predictor (i.e., the training), as well as both dimensions of passion as predictors. In this model, the training was a significant predictor of the accurate identification of the business opportunity's prototypical viability (b 5 0.40, p < .01). In contrast, neither of the dimensions of passion were a significant predictor of accurate identification of viability prototypical characteristics.
In Model III, we added the interaction effects of both dimensions of passion with each other, and both dimensions of passion with training. This model explained significantly more variance of the accurate identification of the business opportunity's viability (R 2 5 0.32, DR 2 5 0.08, p < .05). In this model, the training is a significant predictor of accurate identification of the business opportunity's viability (b 5 0.46, p < .01), as well as the interaction effect between the passion dimension intense positive feelings and the training (b 5 0.66, p < .05). Again, neither the dimensions of passion per se, nor the interaction between both dimensions, were a significant predictor of an accurate identification of prototypical viability characteristics.
In Model IV, we added the triple interaction between the training and the two dimensions of passion. This model did not significantly explain more variance of the accurate identification of viability prototypical characteristics (R 2 5 0.33, DR 2 5 0.01, p > .05); the triple interaction was not a significant predictor either (b 5 0.09, p > .05). In this model, the interaction between intense positive feelings and training was also a significant predictor (b 5 0.71, p < .01), similar to Model III. Therefore, we proceeded with a slope analysis of this interaction effect.
The results show a significant interaction effect of training and the passion dimension intense positive feelings (see Model III, Table 4 ) on the accurate identification of prototypical viability of the business opportunity. To further explore the interaction effect, we conducted a simple slope analysis, by re-coding intense positive feelings into two levels: low and high, ranging from one standard deviation below and above the mean, respectively, for both experimental and control groups, according to the procedure recommended by Aiken and West (1991) and Dawson (2014) .
With the simple slopes analysis, we observed (see Figure 3) that participants from the experimental group who scored high on the Concerning the passion dimension identity centrality, our results suggest that this dimension of entrepreneurial passion does not strengthen the positive relationship between training and the accurate identification of prototypical viability of the business opportunity. Further, no interaction effects between identity centrality and intense positive feelings were observed, also not in the triple interaction between all independent variables. These results partially support H3.
Discussion
Our quasi-experimental study on the effects of Cognitive Entrepreneurial Training in Opportunity Recognition on the accurate assessment of business opportunities' prototypical viability demonstrated that participants who were enrolled in the training were able to recognize business opportunity prototypical viability more accurately after the training than the control group. These results suggest that the program has positive and significant effects on potential entrepreneurs' accurate use and effectiveness of the business opportunity prototype, in line with H1 and H2. Since the analyzed business opportunities were the same for the experimental and control groups and since there were no differences between the two groups on the pre-test, we can infer that the experimental group's finding more viability characteristics in the post-test is a result of the training.
We also analyzed the moderator role of entrepreneurial passion on the process of learning how to recognize the prototypical viability of a business opportunity. Considering this moderating effect of entrepreneurial passion, our study provides the following insights. We demonstrated that the effect of training is significantly higher for participants who have high intense positive feelings in entrepreneurial passion. Thus, we have not only demonstrated a relationship between training and opportunity recognition accuracy, we also underline the importance of individual affective variables in this relationship, such as entrepreneurial passion, to understand how these internal personal variables influence learning.
Overall, our results are in line with two primary lines of thought in the entrepreneurship literature. First, we contribute to opportunity recognition literature, providing further evidence that opportunity recognition can be learnt and developed as an entrepreneurial competence (e.g., DeTienne and Chandler 2004; Morris et al. 2013 ). Although we are aware that a prototype is difficult to assess because it is a mental structure, we operationalized its characteristics into a number of objective observable features, so we could get a clear idea of the training effects in the recognition of these characteristics. This represents an effort to assess the business opportunity prototype and how it changes after the training. Second, our results provide support to earlier findings that experiential learning has positive effects on students' cognitive development (Corbett 2007; DeTienne and Chandler 2004; Karimi et al. 2016) .
Concerning the viability dimensions of the business opportunity we studied, our results suggest that students in our intercultural sample did not view manageable risk as an internally consistent construct. This might be attributed to the fact that, conceptually, manageable risk is a fairly complex notion to identify at an early stage of entrepreneurial activity. Our participants, university students without entrepreneurial experience, may not consider risk as a key characteristic of a business opportunity prototype. This is consistent with Baron's (2006) suggestion that less experienced individuals focus less on analyzing risk than experienced entrepreneurs. Further, individuals that tend to identify high risk levels in general situations may be reluctant to identify any opportunity as a good one (Baron 2006) . Other scholars have provided evidence that the analysis of risk not only differs among entrepreneurs and nonentrepreneurs, but can also differ between entrepreneurs, underlining the complexity of risk analysis (Block, Sandner, and Spiegel 2015) . This leads us to believe that university students, as potential entrepreneurs, have a simplified perception of the prototypical viability of business opportunities, composed of customerrelated and profit-related components. This raises the question whether training on risk might be more appropriate in the later stages of entrepreneurship education, that is, within the business opportunity evaluation stage rather than within opportunity recognition. Our study also contributes to affective theory in entrepreneurship, since we addressed entrepreneurial passion as a key internal variable that is expected to play a role in potential entrepreneurs' learning processes. The relationship between individuals' cognitive features and affective and emotional aspects is hardly empirically explored in the literature (e.g., Shepherd 2015) . We sought to shed light on this relationship-a first step to better understand how specific affective states toward entrepreneurship impact entrepreneurial learning. Building on the nature of entrepreneurial passion and on its influence on cognitive processes and creative problem-solving, we hypothesized that entrepreneurial passion is a moderator of the learning process in the development of cognitive structures responsible for opportunity recognition. Our results partially supported this hypothesis. The empirical models we tested suggest that Cognitive Entrepreneurial Training in Opportunity Recognition has a significant overall positive effect on the accuracy of a business opportunity's prototypical viability. In contrast, entrepreneurial passion alone was not a significant predictor of business opportunity prototype development. Remarkably, when participation in Cognitive Entrepreneurial Training in Opportunity Recognition was investigated in combination with entrepreneurial passion, we found this interaction effect to be significantly related to business opportunity recognition. In particular, the training had a significantly higher effect on individuals with high levels of intense positive feelings toward entrepreneurial activities prior to the training. This shows that individuals who are passionate toward entrepreneurship derive greater benefit from cognitive training.
It is also interesting to note that only one dimension of entrepreneurial passion, intense feelings, interacted with participation in the training. The interaction with identity centrality of entrepreneurial activities did not have a significant effect on training outcomes. Such results suggest a more important role of intense positive feelings toward entrepreneurial activities, rather than being central to an individual's identity, to be a relevant condition that increases the effects of training. It is possible that university students can identify positive feelings when engaged in entrepreneurial activities, but still have not incorporated this into their identity, which may require a longer process and more experience. Entrepreneurial passion has been mainly validated and studied with experienced entrepreneurs (Cardon et al. 2009 ), who perceive entrepreneurship as central to their identity. In the case of university students and potential entrepreneurs, this may be still a process of ongoing self-discovery, and entrepreneurship may not yet be (as) central to their identity.
Our study also contributes to the recent discussion on the nature and ontology of entrepreneurial opportunities (Ramoglou and Tsang 2016) . In line with the realist perspective, we conceptualize business opportunities as objective, while recognizing the subjectivity of the recognition process, and including entrepreneurial passion as a feature that can be attributed to agency. In addition, since we found that not all three components of opportunity prototypical viability were recognized by students, we suggest that the existence of opportunities depends on individual perceptions, which are affected by individual factors, for instance, expertise and experience.
Implications for Entrepreneurship Education across Campus
Our results have interesting implications for both the theory and practice of entrepreneurship education; we list three ways in which they can contribute to expand entrepreneurship transversally across university campuses. First, our results support the notion that experiential learning is an appropriate method for entrepreneurship education (e.g., Corbett 2005 Corbett , 2007 .
We provide empirical evidence that experiential learning methods applied to cognitive training have significant, positive effects on the ways students recognize business opportunities and assess their viability. In our program Cognitive Entrepreneurial Training in Opportunity Recognition, we sought to create a dynamic training setting and provided students with tools and exercises that enabled them to think entrepreneurially and to develop an entrepreneurial mindset (Cope 2005; Kuratko 2005; Pfeifer, Sarlija, and Zekić Su sac 2016) . We ensured that students were confronted with examples (entrepreneurial case studies) and were stimulated to think critically about them, so as to create knowledge based on relevant experiences (Cope 2005; Kuratko 2005) . Drawing on these considerations about entrepreneurship education, our study offers important empirical support to the fact that entrepreneurship is deeply rooted in cognitive mechanisms. The teaching approach we applied in this study emphasizes the importance of understanding one's surroundings entrepreneurially, as a means to develop cognitive structures responsible for opportunity recognition from an experiential learning perspective. Further, Cognitive Entrepreneurial Training in Opportunity Recognition focuses on the development of entrepreneurial cognition and targeted students across two campuses. Such a teaching approach, which focuses on providing students with meaning for their entrepreneurial experiences, can be carried out regardless of students' scientific backgrounds or colleges. It provides a place in which students can make sense of their surroundings based on their own experiences and by receiving insights from fellow students with different backgrounds and experiences. We do not presume that all entrepreneurial competencies can be fully developed in a classroom setting. Nonetheless, our training provided participants with tools to critically observe the world around them, to identify changes in it, and to reflect on what opportunities and entrepreneurship are. All these efforts were reflected in more accurate perceptions of business opportunities' viability. Beyond empirical testing, we expect that these activities help students to observe the world around them in a more entrepreneurial way and to promote entrepreneurship as a transversal competence for developing their careers at, and after, university.
A second way our study informs practice is by considering the expectations and motivations of participants in entrepreneurship education programs. As Jack and Anderson (1999) note, not all individuals who attend an entrepreneurship course wish to launch companies, but they may be interested in developing relevant entrepreneurial competencies for their professional paths. Participants' expectations, motivations, and feelings toward entrepreneurship should be considered in a program's design, and its evaluation outcomes should be considered accordingly (B echard and Gr egoire 2005; Fayolle and Gailly 2015) . Although entrepreneurial passion alone is not sufficient to develop cognitive competencies, when combined with significant experiences and training, it has a positive effect on cognitive development. As our results show, intense positive feelings strengthen the relationship between training and its outcomes, measured in terms of business opportunity recognition accuracy and perceived prototypical viability. This is also important from a potential entrepreneur perspective, since it can motivate individuals to pursue training that can increase their motivations toward entrepreneurship. Although entrepreneurship is currently widespread in the academic context, and universities are seen as privileged fields in which to develop entrepreneurial awareness, we call attention to the fact that students' affective states must be considered when an entrepreneurship program is being designed. Especially when designing programs aiming at a wide range of students with different backgrounds and expectations about entrepreneurship, it is important to assess how they feel about the activities typically involved in becoming an entrepreneur. Though this can help enhance the effects of training in entrepreneurial cognition, it can also help students who may not be aware of what entrepreneurship is or do not identify entrepreneurship as something that they experience intensively and positively to reassess their willingness to become involved in such activities. It is crucial to consider affective predispositions in entrepreneurship education, to guarantee that individual-centered approaches are used and that entrepreneurial learning is a personal process based on the transformation of individual experiences into knowledge.
A third contribution from our study refers to the fact that entrepreneurship education demands shared efforts from educators, practitioners, and researchers. We do not presume that the program Cognitive Entrepreneurial Training in Opportunity Recognition, as an isolated episode in participants' lives, can transform them in entrepreneurs who are able to launch ventures immediately thereafter. Kwong and Thompson (2016) demonstrate that students seeking to launch ventures immediately after their studies show more self-confidence in relation to success but may lack the relevant industry experience. In our view, the training provides students with tools to analyze their surroundings and environments with an entrepreneurial mindset. Entrepreneurship education programs must offer theoretical insights to individuals, enabling them to make sense of their relevant experiences and to transform them into knowledge (e.g., Bae et al. 2014 ). This represents a challenge that every entrepreneurship actor must embrace: entrepreneurship education is a dynamic setting, in which the expectations of individuals must be considered and in which stimulation through up-to-date examples and real experiences are provided. Entrepreneurship education is best developed through nontraditional pedagogic methods, but cannot be detached from strong theoretical grounds, which are fundamental to guide individuals in their learning process. Strong theoretical grounds through which students can make sense of their experiences and can transform them into entrepreneurial knowledge are fundamental to developing educational activities aimed at crosscampus audiences.
Limitations and Directions for Future Research
Although there are various limitations inherent to quasi-experimental designs with a pre-test and a post-test (Shadish, Cook, and Campbell 2002) , we made all efforts to control them and to consider possible limitations in our analysis. Future research should for instance analyze risk, since we were unable to include manageable risk as a viability dimension in the analysis, owing to its low internal consistency reliability. Future research should also measure the sustainability of the effects of training over time, several months after the training, as well as the impact of different instructors on training outcomes. We put effort into collecting data three weeks after the training with the experimental group. However, the subjects' dropout after this period meant an inadequate sample size to statistically observe the training's impact over time. Additionally, given that we used a quasi-experimental design, we cannot rule out effects of self-selection bias (Aronson, Wilson, and Brewer 1998) , although we made all efforts to minimize them by using a control group and checking for groups' equivalence in terms of demographic characteristics (Shadish, Cook, and Campbell 2002) .
We tested entrepreneurial passion as a moderator in the learning process. It is interesting to consider other possible moderators in this process, such as entrepreneurial self-efficacy, risk perceptions, context, and previous entrepreneurial experience, since they are often referred to in the literature to influence entrepreneurial awareness and success (Arkan 2010; Politis 2008) . Further, exploring the effects of such training on the development of entrepreneurial orientation may represent a more feasible construct than entrepreneurial mindset (Anderson et al. 2015) . Testing other models that integrate moderation and mediation relationships may also deepen our understanding of the learning process (Aguinis, Edwards, and Bradley 2016). For instance, one could test motivation's role as a mediator in the learning process according to different levels of entrepreneurial passion as a moderator.
We consider that our study opens three avenues for future research. First, we consider relevant to explore the stability of cognitive structures across different backgrounds and cultures. As pointed out by several scholars, prototypes find overwhelming agreement between individuals in the same context or culture (Mitchell et al. 2000; Rosch 1978) . Therefore, it would be interesting to explore the variance in the abstract representations of business opportunities across cultures. Second, it is relevant to explore how experiential learning can bridge different ways to identifying opportunities. For example, it would be interesting to explore whether accurate prototypes evolve into opportunity-creation mechanisms as individuals have more entrepreneurial experiences and develop their entrepreneurial cognition through experiential learning. Third, there is great potential in exploring experiential approaches at other stages of the entrepreneurial process after opportunity recognition. Beyond the opportunity recognition stage, experiential learning could be paired with other established practices in entrepreneurship education, such as the lean startup approach, to train students at later stages of the entrepreneurial process, such as testing assumptions about their business opportunities (Ries 2011) .
Conclusion
We have provided evidence that the program Cognitive Entrepreneurial Training in Opportunity Recognition has a significant, positive effect on accurately identifying prototypical characteristics of business opportunities' viability. Further, we provided evidence that experiencing high intense positive feelings toward entrepreneurship increases the effects of training in the development of cognitive structures responsible for opportunity recognition. We addressed several issues identified in the literature on entrepreneurship education by exploring the potential of cognitive training, by focusing on experiential learning, and by exploring the moderating roles of affective variables toward entrepreneurship. Our work is an effort to explain how potential entrepreneurs learn and to provide researchers and educators in entrepreneurship education who are interested in promoting entrepreneurial awareness across a university with insightful information.
